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ABSTRACT

Systematic Human Relations Training (SHRT) is
predicated on the basic assumfption that there are certain core
helper-offared conditions that are necessary in a helping
relationship, i.e., empathy, respect, warmth, concreteness,
genuineness, self-disclosure confrontation, and immediacy. This,
however, is only part of the model. The second basic assumption is
that the preferred stages of fproblem exploration and resolution
include the three steps, or goals, outlined by Carkhuff: helpee
self-exploration leads to helpee understanding leads to appropriate
helpee action. The author details these three steps and explores the
concept of "helping is learning"” as an element in training the
paraprofessional. The SHRT model allows for differeat goals for
different levels and/or amounts of training. The model indicates that
an internship-type experience with an "expert" trainer is the
preferred mode for developing a trainer. In addition, this paper
reviews the process of training in systematic human relations as well
as the qualifications necessary for a trainer or trainee. The author
concludes by citing extensive research on groups trained through the
SHRT model and proposes areas for future research. (Author/PC)
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Introduction and Overview

‘I believe that it is only Ffair to begin by saying that when I first
learned Charles Truax and his colleapues were svstematically training
professionals and paraprofessionals alike in "helping" skills, [ had
serious doubts about the process. As | began to study the papers that
first originated Ffrom the Carl Rogers' group at the University of
Wisconsin, then the Truax group at the University of Kentucky and later
from the University of Arkansas, still later from the Carkhuff group in
Buffalo, New York and at the American International College at Spring-
field, Massachusetts, the overwhelming mass of evidence began to support
the possibility of certain helper-offered core conditions that when
present in certain high levels led to helpee improvement and when absent
or present in low levels led to helpee deterioration. Many of these
studies have been reported in Truax and Carkhuff's (1967) Toward
Effective Counseling and Psychotherapy: Training and rractices Carl
Rogers, Gendlin, Kiesler, and Truax's (1967) The Therapeutic Relation-
ship and its Impact; A Study of Psychotherapv with Schizophrenics;
Berenson and Carkhuff's (1967) Sources of Gain in Counseling and Psycho-
therapy; Carkhuff and Berenson's (1967) Beyond Counseling and Therapy;
Carkhuff's (1969) two-volume Helping and Human Relations: A Primer for
Lay and Professional lielpers; Carkhuff's (1971) The Development of Human
Resources: FEducation, Psychology, and Social Change; and Gazda, et al.
(1973, in press) Human Relations Development: A Manual for Educators, and
Human Relations Development: A Manual for Health Sciences. In addition
to these references, a couple hundred studies at least have been reported
in journals, and numerous models based on the concept of core conditions
have appeared. Later in this paper I shall cite just a sample of the
res rch that has been done relative to the model that we adapted from

th .ources that I have just cited.

BEST COPY AVAILABLE

I believe that the impetus for the kind of research that led to
models for systematic training in helping skills, originated with Carl
Roger's (1957) classic report entitled “The necessary and Sufficient
Conditions of Therapeutic Personality Change." In this report Rogers
speculated or hypothesized that there were certain therapist and client
offered conditions that could be specified and (he specified them) if

present would lead to '"personality change."
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Most of the research focused on the therapist-offered coaditions and
much remains to be done relative to the client-offered conditions involved

in personality change through the "helping relationship."

1Parts of this paper have been reproduced from Gazda, G.M., et al,, (1973
in press) Human Relations Devclopment: A Manual for Educators and
Human Relations Development: A Manual for Health Sciences. DBoston:

Allyn and Bacon, Inc. ;)
o
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Time does not permit me to dwelt on the research that supports
the isolation and definition of the core conditions (therapist-offered).
Let me just say at this point that there seems to be more evidence to
suppo: t the “facilitative' dimensions of empathy, unconditional positive
regard or respect and penuineness than the more action-oriented dimensions
added lLater by Carkhuff. And even with the facilitative dimensions,
Mitchell (1973) recently reported that with a heterogeneous sample of
75 practicing therapists in the United States, genuinencss was the only
therapist-offered condition that was even modestlv related to client
change in individeal psyvchotherapy. lHowever, in spite of the equivocal
support of the existence of the core donditions, there is more evidence
to support such an approach to training than T find with any other model.

Rationale of the Systematic lluman Relations Training Model

Systematic liluman Relations Training (SHRT) is predicated on the
basic assumption that there are certain core helper-offered conditions
that 2vre necessary in a helping relationship, viz., empathy, respect,
warmi'. {expressed primarily non-verbally), concreteness, genuineness,
self-disclosure, confrontation, and immediacy. But this is only part of
the mwodel. The second basic assumption is that the preferred stages of
problem exploration and resolution include the three-steps, or poals that
have been outlined by Carkhuff (1969ab); helpee self-exploration leads
to helpee understanding, leads to helpee appropriate action/direction.
Figures 1 and 2 illustrate this process. This process is described below.

The Process of Helping

Figure 1 contains the key concepts in the helping model developed
by Carkhuff (1969ab; 1971b; 1972a). We begin with the procedural goals
for basically normal individuals of all ape levels. Of course, when
dealing with a very young child, the adult communicates through direct
action. For example, the adult communicates to the young child directly
by cuddling, squecezing, feeding, cleansing, hugging, rocking, spanking
and so on. Often he adds words to describe the action even when the child
cannot understand the words, and he also responds to the young child
with verbal and nonverbal media that express the way he feels about the
child at the moment.

The first phase of helping is directed toward establishing a base,
or building a good relationship with the helpee. It might entail verbal
expression, nonverbal expression, direct phvsical action, or a combination
of all of these modes depending upon the age, intelligence, and degree
of contact with reality of the helpeec.

Preparing for a space shot and firing the rocket is analogous to the
two basic phases cf helping: facilitation and action. Before a rocket
can be fired many preparations must be made. First, a very strong base
must be built under the rocket to hold it and to sustain the backward
thrust when it is fired. Similarly, in a helping relationship, the helper
must first use the less threatening (facilitative) dimensions to prepare
and sustain the helpee for the more threatening but often necessary
action or initiative dimensions. [f the helper carefully builds his base
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with the helpee, he will help ensure nis success when he becomes condi-
tional with the helpee at a later action period. Carichuff (1971a)
succinetly stated the importance of the facilitation phase of helping
when he said, “Even if you have just fifteen minutes to help, you inust
use five minutes or so responding [zﬁcilitatiné] to the helpee in order
to find out for sure where the helpee is before sﬁr#aag to put the
picture tngether initiating and acting upon that picture" (p. 22).

Facilitatica direasions. The helper begins to build his base with
the helpee by fivst wrphasizing empathy, respect, and warmth in his
responses.  (Conci °teness and genuineness, though not ewpnasized during
this phase) (see Figure 2) can hardly be excluded from the interaction.
Figure 2 shows hou responding with the facilitative dimensions leads to
increased helpec exploration (the first pgoal of helping).

To. achieve success in the first goal of helping, the helper must
be able to refrain from acting on his judgments about the helpee.
Virtually ne one can refrain from making cvaluations or judgments about
others, but we have {ound that a helper can refrain from acting on his
judgments. This is especially important if his early evaluations or
judgments are negative. For cxample, a helper may initially be repulsed
bv a helpee for a number of good reasons; nevertheless, if he can suspend
acting on these feelings, he can usually discover something pood or
likeable about the helpee and at that point begin o invest in the helpee
and build a base from which to work. If, after a recasonable time, the
helper is unable to develop some interest in or positive feelings toward
the helpee, he shouid refer the helpee to someone more likely to be able
to help or refrain from assuming the “helping' role with the person
whichever is relevant.

"Putting oneself in the shoes of another" and ‘“seeing through che
cves of another" are wars of describing empathy, Empathy appears to be
the most important dimension in the helping process (Carkhuff 1969a,

p. 202). If we cannot understand (empathize with) the helpee, we cannot
help him, i.e., in the problem-solving sense of this model.

Another facilitative dimension is respect. We cannot help someconce
if we have no faith in his ability to solve his own problems. Hespect \
develops as we learn about the uniqueness and the capabilities of a
helpee. It grows as «e obscrve his c¢fforts in many aspects of his life,

Warmth or caring is closely related to empathy and respect., We
tend to love or have concermn for those we know (understand) and believe
in (respect)., It is difficult to conceive of being able to help some-
one we do not care for. ("llelp" here means to "make a <dgnificant invest-
ment in.") 1In this model, we have chosen to emphasize the communication
of warmth primarily through nonverbal means.

Transition dimensions-- helper-oriented. As the helper begins to
develop a base with the helpee through emphasizing empathy, respect, and
warmth, the helpce sclf-cxplores in greater and greater depth, In fact,
the clue to whether or not the helper is beinpg successful in the early
phase of helping is based on the degree to which the helpee uses helper
responses to make deeper and more thorough self-explorations.
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With repeated interchangeable h:@lper responses (level 3)--
responses that give ba k to the helpee essentially that which he has
given to the helper-- the helpee often begins to repeat himself and
"spins his wheuvls' or reaches a plateau ol self-exploration and under-
standing. It is at this point that the helper needs to draw upon some
new dimensions to encourage the helpee to risk more self-exploration.
The dimensions of concreteness, penuineness, and self-disclosure are
next carefull: implemented (see Figure 2). When the helper presses for
greater concreteness or specificity on the part of the helpee, he intro-
duces a certain deqree of threat. (This dimensions is sometimes the
viception to the peneral progression from level 3 to 4 across phases.
dith some individuals less concreteness may be allowed in the transition’
phasce than in the facilitative phase because they may need to "{ree
associate™ in owder to elicit relevant material.) Gre:ter threat also
occurs when the heiper becomes more genuine and sets the stage (by his
modeling of genuineness) for the helpee to become more genuine. lHelper
self-disclosure encourages greater intimacy in the relationship, which
can lecad to increased threat to the helpee. I[n other words, these
three dimensions increase the threat-level for the helree, and are thus
similar to the action dimensions. Because they may be facilitating as
well as initiating, these dimensions are referred to as transition di-
mensions.  In addition to the relationship between level of threat and
the action phase, these three dimensions arc also utiiized in the problem-
solving or planning stages of the action phase.

Specifically, concreteness refers to the helpee pinpointing or
accurately labeling his fecelings and experiences. The helper facilitates
this by being specific himself, or at least as specific as the helpec
has been (interchanpgeable). When he is more specific than the helpee,
he is going bevond where the helpee is, or he is additive, If the
helper's timing of hig use of additive concreteness is correct, the helpee
can achieve greater understanding than when the helper was more vague
about his problem or concern.

Genuineness refers to the ability of the helper to be real or honest
with the helpee. His verbalizations are congruent with his inner
frelings.  Whether or not the helper's genuineness is useful to the helpee
will often depend upon the helper's ability to time his level of honesty
s0 as to lead to greater trust and understanding. As Carkhuff (1971a, p. 21)
has said, "llelping is for the helpee.” If the helpce cannot utilize the
helper genuineness, it may be useless or cven hurtful. The saying “"llonesty
is the best policy” is not always correct, especially if brutal honesty
ts employed and the recipient is not c¢ppable of «dealing with it to improve
himself. To illustrate, encounter groups are often harmful to certain
persons, especially when, as is sometimes the case, franhness precedes
the establishment of a solid base or relationsh'p.

Self-disclosure by the helper can lead to greater closeness between
helper and helpee if it is appropriate or relevant to the helpec's
problein. [ the helper "has been where the ifelpee is at* and has found
a solution to the problem, this can be reasst ing to the helpee. Further-
more, the helpee's potential solution may eves L¢ “similar to the one
cimploved by the helper. The success of Alcohcyics Anonymous and other
sel f-help proups is related to this dimension. the drinking alcoholic,
for example, looks to the "dry alcoholic” of AA fur the solution to hic
own problem. The '"speaker” phase of AA thus uses the self-disclosure
dimension.
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tthen helper self{-disclosure is wcemature or iirelevant to the
helpee's problem, it tends to confuse the helpee and/or put the
focus on the helper., There is a danger of stealing the spotlight when
the helper self-discloses prematurely and inappropriately; thercfore,
self-disclosure should be used sparingly and only when it can be pre-
dicted with a high degree of certainty that it will be relevant to the
nelpee'’s concerns aad increase his understanding of his problem or
identify the potential action nceded in its resolution.

Transition dirensions-- nelpee-oriented. The transition disiensions
of concrereness, cenuineness, and self-disclosure can be used to predict
the degree of success of the helpee's help~seeking. The degree to which
the helpee can be coaerete about his problem (can 1abel it accurately,
for instance), can be honest and open with the helper, and can seif-
disclose at hi<h levels will determine whether or not the helpee will,
in {act, receive help, 0Of course, the other important factor in the
help-seeking equation is the helper. [If the helpec chases to be con-
crete, genuine, and to self-disclose to a person who is incapable of
helping him, the helpee may become disillusioned or, worse still, hurt.
llelping can be for better or for worse (Truax & Carkhuf{, 1967, p. 143).

The prospective helper can predict the relative success that he
might achieve with a given nelpee. For example, the helper can rate the
helpee on the scale for help-seeking, c.g., his ability to be concrete
about his neceds and problem, his ability to be genuine with the helper,
and his ability to disclose personally relevant material.

Lf the prospective helpee talks about his concerns in vague and
«eneral termss not concrese), is observed to be plaving a role or
relates in a superiicial or phony manner (not genuine), and does not
make personally relevant disclosures, the helper is relatively safe in
predicting that the helpee will be difficult to help. Also, the process
might require a relatively long period of time in developing the base--
the first phase of helping--before any positive action may occur.

Action dimensions. The action or initiative phase »f helping
mav be considered as the most important phase. It is in this phase
that tough decisions are made and that hard work must be done. ft is
the ultimate test of whether or not the helper is, in fact, the "more
knowing" individual and is toupgh and confident enouph to believe both in
his own and his helpee's ability to come up with a plan of action
(strategy) and follow through on it when the going gets difficult. The
helper must be capable of helping develop a plan or strategy for the
helpee that will lead to the successful resolution of the helpee's cir-
rent problem and provide him at the same time with a method for attacking
future problems.

If the helper has net resolved the particular problem or concern in
question, it is highly unlikely he can assist the helpee. You cannot
help someone else solve a problem that you have not resolved yoursel( is
a maxim every helper must use to guide his helping attempts. Tf the
helper knows himself, he will be unlikely to enter into a helping relation-
ship in a problen area that remains unresolved for himself.

There is another cardinal rule in helping: One ‘does not confront

©
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nor cimphasize the action dimensions until he has earned the right,

that is, has built the base. We often hear, especially from young
people, "Tcll it like it is." Tellirg it like it is often is tanta-
mount to confrontirg someone. We must emphasize once more that one can
be most punitive or harmful when he is being brutally honest and con-
fronting. Confrontation, a key action dimension, can be extremely
helpful when the helpee has learned, from earlier experience, that the
helper is concerned about his welfare and cares cnough even to risk the
relationship to "level™ with him.

Frequently, confrontation refers to dealing with a discrepancy be-
tween what the helpee has been saying about himself and what he has, in
fact, been doing. A common confrontation is assisting a helpce to face
the reality of a situation. The most threatening type of confrontation
is one that does not a2llow the helpec to “save face." This is the type
of confrontation that deals with the here and now. When you catch a
person behaving contrary to the way he claims to behave and you con-
{ront him directly with it, it is difficult for him to deny it. He
has few good means of defense and may use denial and other inappiopriate
short-term mechanisms that have long-term disadvantages. For cxample,
if a mother catches her child in the cookie jar and accuses him of steal-
ing cookies, the child may actually deny that he was taking a cookie.
This often happens; the child often denies reality wvhen the external
threat is great cnough. Parents, teachers, and other significant adults
often unknowingly tcach children to lic and deny reality by their use
of threats. Similarly, supervisors or other authorities inay inad-
vertently create a degrec of fear or threat that leads their super-
visees to deceitful behavior,

The last dimension, immediacy, is often related to confrontation.
It refers to what is really going on between helper and helpee. When
the helpee is unaware of his reactions toward the helper, the helper
may nced to describe or explain them. It includes "telling it like it
is" between helper and helpec in the here and now. The helpee can gain
a better understanding of himself, especially how he affects others
(in this case the helper), when the helper appropriately uses the im-
mediacy dimension. (Once again, he must time his employment of immediacy
so that the helpce can.use it productively.

The productive use of the action dimensions of confrontation and
immediacy can be guaranteed by taking the position that "the customew
(helpee) is always right." By this we simply mean that regardless of
how brilliant and creative the responses of a helper may appear to be,
if the helpee cannot use them in solving his problem, they arc worth-
less - if not harmful - to him.

The courses of action that may be outlined for the helpee to
achieve his goals or to give him direction may be many and varied. They
may involve the physical, emotional, intellectual, and spiritual domains
or all four.

The courses of action that are selected to follow are not likely
to be effective 1 the "whole" person in the form of the helpee is not
considered. Lazarus (in press) has developed a model that encourapes




ERI

Aruitoxt provided by Eic:

* omon

- — e

the person to be considered with res»2et to his detiecits in behavior,
affect, =ensation, itagery, cognition, interpersonal relations and
total health. When the deficits are also considered in conjuaction
with a person's assets, the "whole" person is being involved and a
complete program or course of action is possible.

Carkhu{f (1973) has provided a unique and systematic method [or
assisting the helper and helpee explore the helpee's value syscem as
it relates to potential courses of action to be undertaken. When this
svsten 1s velated to that of Lazarus a complete syvstem for problem
soiving is available.

The princinles involved in implementing a course of action recom—
wended by Carkhuf? (195%¢a, p. 243) arc summarized as follows: (1) The
helper nust check with the helpee at all stages of development and
iuplemnntation Lo be gure that what is plarnned or perforited is rele-
vant to the helpee's functioning. (2) The focus of change should
usually be on the helpee first and only secondarily on the helpee's
relationships with others. (3) Only those measures or procedures that
ensure the highest probability of constructive change are ecinployed.
(4). The einphasis is on nutcomes and the achievement of attainable
poals. The helper and helpee must be shaped by the feedback that they
receive.,

Often the real test of a helper, as stated earlier in this paper,
will be whether or not he and the helpee together can develop appropriate
plans of action or programs for the helpee. Frequently the helpee will
be unable to develop completely his own course of action and will require
help in structuring his program. When the helpee cannot participate
fully in the prograx planning, Carkhu{f (1969a) cautions the helper to
develop programs that will "enable the helpee to carry some of the
burden of responsibility for his own life’ (p. 243).

lielping is Learning

As the helper shows cmpathy, respect, and warmth, the helpce explores
himself and his problem. As the helper continues to show empathy,
respect and wariath, and displays appropriate levels of concreteness,
genuineness, self-disclosure, and confrontation, the helpee begins to
understand himself and his problem. After the base is built, the helper
uses high levels of confrontation and immediacy to help the helpee take
action or find direction.

This description is oversimplified, but generally this is the pattern
of helping. An important understanding is that during this process the
helper is really reinforcing certain behaviors and extinguishing others.
Showing empathy, respect, and warmth generally reinforces whatever the
helpee says or does, which increases the probability of self- and
problem exploration.

Responding with appropriate levels of concreteness, genuincness,
self-disclosure and confrontation (only about discrepancies in what the
helpee is saying) results in more selective reinforcement. The helper
is no longer speaking strictly from the helpece's point of view. lle
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beging to focus on the aspects of he see behavior that he thinks will be
more productive; he begins to relate more of his own feelings that re-
inforce in a certain direction, and he points out discrepancies in
helpee behavior. These helper behaviors increase the probability that
the helpece will understand himself and his problem.

Lf an adequate reclationship has been established, high levels of
confrontation clearly reinforce certain kinds of behavior and extin-
guish others. ‘tThese helper responses increase the probability that the
helpee will act on his problein and try to [ind some direction to follow
that may solve his problem.

The art of helping is first knowing how to respond helpfully and
then knowing when to use interchangeable responses or to use higher
level responses cmploving the various core dimensions. Many beginning
helvers learn to show interchangeable eimpathy, respect, and warmth, but
never becone capable of displaying other more action-oriented dimensions.
Thev often say, "I don't want to be responsible if he makes the wrong
decision so I aluays make surc it's his decision® or "I don't want him
to become dependent on others to make his decisions.'” These are legiliimate
concerns but they must be kept in perspective.

The helper who displays only interchangeable empathy, respect, and
warmth is not very selective in what he reinforces. This often results
in the helpec accepting his problem as a permanent part of himself in-
stead of solving it. If he is rewarded for discussing his problem over
and over without moviﬁg‘ﬁmpn/ some conclusion, he becomes desensitized to
the problem and begins to think it's OK to have this problem. It's like
the thirty-vear-old ran who went to a psychotherapist for his bed-wetting
problem. For several months the therapist displayed much empathy and
respect. Later, when asked whether he had quit wetting the bed, the young
man exclaimed, '"No, but T feel a lot better about it now!"

It is extremely important for helpers to be aware of what behaviors
they are reinforcing. The art of helping includes knowing what behaviors
to reinforce at a given tim2 and how to do it as well as knowin g which
behavior to extinguish and how to extinguish it effectively.

Goals of Systematic (luman Relations Training

Our SIRT model allows for different goals for different levels and/or
amounts of training. Ve have found that with approximately 20 hours of
training the trainees can "master" the facilitative dimensions at mini-
mally helpful levels; with an additional 20 to 30 hours of training they
can add the transition dimensions to the facilitation dimensions mastery;
and with 20 to 59 hours of training they can achicve mastery with the
action or initiative dimensions along with facilitation and transition
dimensions. In approximately 100 hours, the higher functioning trainces
can become trainers. An internship-type experience with an "expert"
trainer is suggested as a preferred mode for developing a trainer.

Specific Capabilitics

Facilitation skills. As cited earlier, for minimum training of
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approximately 20 hours, we cupect the trainer to be able to practice
goud attending behavior, including atility to perceive at between level
1 and level .5 on the [ndex of Perception (see Human Relations Develop-
mert: A ronual for Educators) and, to respond at level 3 or above with
empathy, respect, and warmth on the lndex of Responding (see Human
relations Development: A ilanual for Educators) or in standard or "con-
stant® role situations as evaluated by cxpert judges using the Empathy
Scale, Respect Scale, Warmth Scale or the Global Scale (sce fluman
Belations Develonmwent: A Mannal for Educators.) -

racilitation action (transition) skills. After 49 to 50 hours of
training, the traineces are able to give more level 3 and 4 responses
bocause thev can now "go beyond" the level of immediate awareness or sur-
face expression of feelings of the helpee and they can begin to initiate
out of their oun experience utilizing the dimensions of concreteness,
genuineness and self-disclosure in assisting the helpee understand his
problems. As in evaluating the facilitation skills, the trainee is
cvaluated on the Concreteness Scale, Genuineaess Scale, Self-disclosure
Scale or the Global Scale.

At this stage the trainee'$ perceptual index approaches .5 based on
the Index of Perception.

Action (initiative) stage. With somewhere between 50 to 100 hours
of training the "average" trainec achicves mastery of the ability to
respond with confrontation and immediacy at level 3 or above as measurcd
on the Confrontation Scale, Immediacy Scale or Global Scalc in either a
written context or simulated standard role context. In addition the
trainee has the ability to utilize the Carkhuff matrix for eliciting
decision-making using values and alternative solutions to problem solving
plus the ability to utilize the Lazarus system of BASIC ID. In other
words, the traince is capable of using systematic procedures for develop-=
ing a helpce program for problem resolution. At this stage the trainee
is expected to be copgnizant of the need to continue to add to his re-
pertoire of intervention strategies, to maintain his energy level through
a rerular program of eir~z2ise and proper nutrition, and to commit him-
self/hersclf to a reginen of ¢o)ntinuous self-appraisal and personal growth.

Process of Training in Systematic Human Relations

Effcctive training for paraprofessionals, involves as it does with
professionals also, the essential conditions in all or almost all types
of teaching-learning situations: tell, show, and do. That is, the
traince is first given an explanation or a rationale for the training
model. This is done didactically and supplemented with figures, slides,
illustrative cxamples, ot cetera. Next the trainer models what he expects
the traince to do, and finally the trainer asks the trainee to do the
evercise. This system is repeated for each new core diniensions or concept.
Homowork is also assipgned between training sessions to ensure the transfer
ol training from the training session to everyday interactions. Trainecs
are cncouraged to practice on strangers or relative strangers since close
friends or family may at first interpret the new behavior as phony until
the trainece is able to integrate it into his own style.
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gsscerially, the trainer trains as he lives, i.e., he empleys the
core dimensions with trainces in the same relative sequence in
building his relationship with the trainees as he asks them to do with
their contacts/helpees. The first goal is to reduce the threat level
in the proup so that the trainece is willing to try out new resvonses
without fear of criticism. The ultimate goal is for the traince to
master the rating scales, especially the Zlobal Scale so that he becomes
his own critic in out-of-training sessions.

Paraprofessionals or functional professionals, a la Carkhuff (I
also prefer functional professionals) are interested in procedures that
are effective.  therefore, we emphasize how to proceed or how to self-
ecvaluate the elfects of their responding on the helpee and act on the
feedback from the helpee,

We be;in with teaching attending/listening skills because they are
pre-requisite to understanding and further opportunity to help. IFf vou
do not understand a helpee, you cannot take the next steps in helping.

The Trainee

The traince may come f{rom any and all walks of life. The basic

pre-requisite is that he wants to improve his interpersonal, communications,

and helpin,, skills-- receptivity to training. 1In addition, he should be
in good physical and cmotional health and not rigid and judgmental. Tt

helps if the trainec has a good vocabulary ¢f "feeling" words, but more

important is his determination to learn and willinpgness to be ev:.luated

and self-cvaluate. Ile/she, of course, should be acceptable to his peer

group so that he can {unction within it as a "helper.”

The traineec must have respect and appreciation for the ability of
another person to take responsibility for and resolve his/her problems.
The traince must be able to refrain from taking over for the helpec.

The Trainer

The trainer must have all of the personal qualities of the traince
just described and in addition he/she must have a larpge repertoire of
examples and experiences reievant to the trainees. The trainer must
also have a great deal of creative talents to develop training materials
such as audio-video and the like.

Carkhuff (1¥69a) enumerates several distinct advantages that the lay
helper seems to have over the professional practitioner:

lic appears to have a greater ability (1) to enter the
milicu of the distressed; (2) to establish peer-like relations
with persons needing helps (3) to take an a:tive part in the
client’s total life situation; (4) to empathize more cffectively
with the client's stvle of life; (5) to teach the client,
within the client's own frame of reference more success{ul
actions; and (6) to provide the client with an effective
transition to higher levels of functioning within the social
system (p. 10).

4%
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Grovps Trained Throigh the Systematic

Hwran Relations Training Model

The trainees of this model range from in-patient psychiatric patients
to psychiatrists and psychiatry residents. Of course, the psych.atrists
and psychiatry residents could not be classified as paraprofessionals.,
YMost resecarch studies have concentrated on training paraprofessionals to
develop good interpersonal communicatior or helping skills; however,
considerably feuver have evaluated the effectiveness of the para-
professionals as peer helpers once thev were trained.

Before | review some of the researcht. of SHRT with paraprofessionals,
i think one nceds to recognize that some people who are professionals in
their training may not be professionals in helping skills and therefore
even thourh they are highly trained in some professional arca they would
be paraprofessionals i. the area of interpersonal relations. Thus
teachers for example, are not taught therapeutic skills and may be con-
sidered paraprofessionals in this area.

Although Truax and Carkhuff and their colleagues have trained
nurerous groups of paraprofessionals with their models, T shall linit
most ol mv rescarch review to the model that my colleagues, students and
I have developed which is very similar to the Carkhuff model described
in Helping and Human Relations, volumes one and two. A basic difference
in the model that T use is the revised scales for the core conditions and
the Global Scale. These scales were chanped From a five-point to a lour-
point scale and cach level of each scale was redefired and revised to
reflect more obvious behavioral characteristics exemplified by the
helper. (These scales :may be found in lluman Relations Development: A
Manual for Educators, by Gazda, et al., 1973 and lHuman Relations Develop-
ment: A Manual for llealth Scicences by Gazda, et _al., in press.)

The following proups of paraprofessionals have been trained with the
Gazda, et al. (1973, in press) model, which was adapted from the Carkhuff{
Hluman Resources Development Model: undergraduate students in teacher
ceducation, teacher educators and supervisors, phvsicians (medical
educators), nurses, physical therapy students, public school teachers,
relipgious educators, vocational education supervisors, health educators,
school prinacipals, dental educators, denta. students, dental assistants,
nursing assistants, licensed practical nurses and LPN students, military
race rclations specialists, parole and probation officers, alcoholics,
college sophomores, high schnol and junior high school students, psychiatric
patients, boarding school houseparents, clerical and secretarical persor-
nel, medical, dental, and nursing school administrators, graduate teaching
assistants, medical students, and YMCA personncl. In addition, plans are
underway to train inmates {(trustees) to serve as probation and parole
“*helpees” for juvenile offenders.

Before T summarize a sample of these studies, | would like to indi-
cate that the majority of statistically significant results were reflected
through the written responses of trainees on the Tndex of Respondiag or
some modified version of it. This Index contains helpec statements or
stems that require a response by the traince/helper. Responses must be
judped by trained jidges, Inter-judge reliabilities using the Ebel formula
usually range between the mid=80's to the mid- .90's when judges use the
Global Scale (see Gazda, ct al., 1973) to evaluate the Index of Responding

1
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data. 3Stability reliability on the 1dex of Responding was determined by
Falany (1973) to be .90 when covrected for a restricted range.

The sccond most popular means for cvaluating trainee change was the
use of a standard role situation that was audio- or video-taped and then
rated by expert judges (using tue Global Scale) much the same as the
Index of Responding. Expert judges/raters obtain r's of between .85
to .95 with the Ebel formula when inter-judge reliabilities are obtained
on judges/raters of standard/constant role situations. These constant
role interactions ranged Yetween three to five minutes in duration.

In an acvsempt to validate the Global Scale 1 strument for
rating different levels of responses, Walters (..j,.; usce a measure of
pupillary response to stimulus statements of pre-rated levels 1.0 (hurt-
ful or irrelevant) 2.5 {neither helpful nor harinful-- neutral) and
4,0 (verv helpful). The effect of communication level was statisticaily
sipnificant (p.<.01). Gains in pupil diameter over base period during
the 1.0 and 4.0 stimuli vere approximately 13”7 compared with gains of
about 6% in response to 2.5 stimuli. As predicted very low and very high
level responses received by a helpee will create significantly greater
emotional reaction (cognitive processing) than a less potent responsc.
This study suggests that therc is greater or lesser cognitive processing
(emotional response) to the varying levels of responscs measured by th
Global Scale.

The following studies showed sipgnificant changes on the Index of
Responding and/or standard role at posttesting. Hornsby (1973) found that
72 female undergraduate tecacher education majors made significant (p C.001)
changes on the lndex of Responding after 18 hours of SHRT. Bixler (1972)
found that 120 underpgraduate tecacher education majors made statistically
significant changes (p. <.001) on the Tndex of Responding after approxi-
mately 18 hours of SHRT. Balzer (1973) also showed that 128 under-
graduate teacher education students made statistically significant
(p.<.01) changes on the Index of Responding following 18 hours of SIIRT.
Taylor and Barnes (1973) reported statistically significant (p. .01)
pains for small groups of in-service teachers and administrators who re-
ceived varying amounts of SIRT (between 50 and 100 hours) based on the
Index of Responding. llanners (1974) demonstrated that SHRT staff and peer
trainers could obtain statisticallyv significant gains (p.<.005) on
undergraduate tcacher educati. . students (¥=37 and 38, respectively) vho
received 18 hours of SIHRT and who were tested on the Index of Responding
and on a standard role posttest. Seidenschnur (1974) demonstrated that
a team of health care personnel f{rom an orthopedic hospital unit could
signilfic ntly increasc their level of responding on & modified Index of
Responding following 30 hours ol SIRT. A significant increase in morale
of the trainees also persisted for at least five wecks following training.
Layser (1974) was able to show a statistically cignificant increase
(p. <.,05) in 16 houscparent couples (N=32) on the Tndex of Responding
following 24 hours of SHRT over 12 weeks,

In related SHRT studies, Childers (1973) was able to show that
student teachers who received 15 to 18 hours of SHRT were able, during
student teaching one year following training, to use significantly less
(p.<0.05) criticism of their students, stimulate significantly more
(p. ¢+05) student talk, and make significantly (p.(.05) more responses to
students based on observers ratings using the Flanders scale.

Balzer (1974) was unable to obtain statistically significant changen
,;’
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on a variety of personality measures, word observations and a standard
role, following 24 two-hour sessions of SHRT given to eight psychiatric
patients by trained nurses. However, of the eight SHRT-patients four were
able to co-lead therapy groups with a professional nurse-therapist follow-
ing training. Following training three of the four pecr-helpers who

werc discharged were continuing their interest in helping by studying
psychology in college, doing volunteer "helping" with youth groups,

and with the American Red Cross. The fourth peer heiner was not dis-
charged but volunteered to co-lead a group with the nurse on his new

ward.

Ciucevich “1974) was able to show that {ive undergraduate teacher
education students who veceived 40 hours of SHRT realized a significant
gain in the perceived degree of presence of the cove dimensions from
training session three to nine based on a Modified Leader Effectiveness
Scale. Ciucevich's peer-led groups also shoued a significantly greater
perceived degree of presence of the core dimensions than the expert-led
grouns at the end of nine two-hour sessions of training. (Hanners had
used the same Ss in his outcome study and the trainces of peer-trainers
and expert trainers also made statistically significant gains on the
[ndex of Responding and a standard role eva’uation. There was no signi-
ficant diffecrence, however, betwecen peer-leu and expert-led trainee gains.)

Deneen 11973) was able to use a modified Index of Responding
(Dentai Coruunication Index) to show a significant (p. < .001) increase
in 18 d2ntal students' levels of responding. lle was also able to show
that dental assistants and auxiliaries rated those co-workers functioning,
at hipgher levels interpersonally as more desirable work partners and
as rore attractive persons with whom to associate. Deneen, King, and
Deneen (/975 in an unpublished study were able to show significant

“(p.*..005) improved levels of responding of nurses and nursing

assistants based on the Nursing Index of Responding following 22 ours of
SHRT. In this study the authors correlated the Ss POI scores with post
Nursing Index of Responding Scores and found statistically significant
correlations on saveral eriteria ieading them to conclude that '"These
data help in validating the Index of Responding as an effective means of
distinguishing self-actualized versus non-self-actualized nursing
professionals" (n.d., p. 3).

Desselle (1974) used three student teachers wbo had received 29 hours
of SHRT to facilitate a group of fourth graders over a period of 10
weeks (meeting three days a week). These three student teachers also
usced the Focus on Sell-Development kit by Science Rescarch Associates.
The fourth pgraders were rated by trained raters using the Coping Analysis
Schedule for Educational Settings (CASES). The fourth graders who received
trainine by the SHRT student teachers were observed to be more cooperative
in their behavior than fourth graders not receiving training. Fourth
graders receiving training were rated more positively by their teachers
than other fourth graders in the same class who did not r-ceive training.
The Ss included 30 fourth praders who received human relations training
in groups of 10. The experimental-control group consisted of 30 fourth
graders from the same class who participated in recading enrichment classes.
A third pgroup of 30 fourth praders was sclected to be controls for the
interpersonal interaction between the experimental and experimental-control
proups.
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In a study using similar indice. as the Empathy Scale and Global
Scale, Lamond (1974) trained a group of four problem boys ranging in
age from 10 to 13 in a group coutaining four role models of the same
relative age. The group met twice a week for 10 sessions and a total
of 20 hours over a 2% month period. Compared to a control group the
experimental group made statistically significant (p.<.001) on the
criterion variable of empathic understanding.

Future Research

future research should include greater efforts to measure the
effects of trained paraprofessionals on their peer-trainers such as in the
lianners, Ciucevich, and Desselle studies. That is,greater spread of
effect could result if high functioning paraprofessionals would become
SHRT trainers in addition to professional S!RT trainers. More longi-
tudinal studies need to be performed to evaluate long-term effects on
trainers and those with whom the trainees interact. Increased levels
of functioning based on the Index of Responding and standard role
evaluations need to be related to relevant behavioral indices.

o L5
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WELPEE GLVES.
H1S INITTIAL

* STATEMENTS

HELPER CLASSIFIES
THE HELPEE'S STATENENT
AND ASSESSES HIS NELD(S)

HELPER GIVES
IMMEDIATE RESPOSSES
TO THE HELPEE

HELPEE GIVES
FURTHER
STATEMENTS

HELPER RESPONDS

APPROPRIATELY TO
HELPEE'S NEEDS AS
THEY ARE REVEALED

Appendix a

Types ol ilelpee Statcments

delpee Speaks

4

request !
request request i for !
{or for inappropriate understanding/i
action information interaction involvement
A ¥ !
|
helper
appropriate appropriate politely facilitative
action information declines to responses
participate
FACILITATIVE DIMENSIONS USED IN ALL COMMUNICATIONS
| b
/ : k
¥ J, y
Helpee may report closure of initial disclosure; -
need, or, if the helper has been more
facilitative, the helpee may request |=-=- <“»m| rcquest for
help with other needs . tunderstanding/
involvement

}‘
i

problem-
solving
in action
‘phase of
helping
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